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ABSTRACT 
I analyzed and interpreted the experiences of three teachers to determine both their 
main concerns as beginning teachers and if a mentoring program would have been helpful 
in overcoming their difficulties. I selected the participants because they had less than 
three years teaching experience and therefore their experiences were recent and relevant 
to this study. They had concerns about routines, planning, classroom management, and 
isolation. Problems that matched the content of existing mentoring programs. This study 
found that a formal mentoring program would have helped to both avoid some of the 
,problems these beginners faced and enhanced their development as professionals. 
Abstract 
Table of Contents 
Chapter One 
Chapter Two 
Chapter Three 
Chapter Four 
Chapter Five 
References 
Appendix A 
Appendix B 
Appendix C 
TABLE OF CONTENTS 
Introduction 
Review of the Literature 
Methods 
Implications of the Data 
Recommendations for Further Study 
List of Interview Questions 
Case Study 
Approaches to Support and Development 
1 
11 
1 
2 
10 
27 
31 
33 
35 
37 
43 
lll 
Chapter 1 
Introduction 
Teaching is a very difficult, complicated profession. Most of us struggle daily 
with planning curriculum, classroom management, integrating special needs students and 
a host of other demands. These are difficult duties for experienced teachers but they can 
be overwhelming to beginning teachers who are often left to "sink or swim" in the 
classroom. In my experience many new teachers struggle to put together what they 
learned in their teacher education programs with the curriculum they are trying to teach 
and this must often be done with the class in front of them. This is a daunting 
undertaking. 
Learning to teach is made even more difficult in that the classroom is an isolating 
environment. Experienced teachers often do their job very much on their own. Some 
new teachers find support and helpful suggestions from colleagues on an informal basis 
but many are on their own. Even with support, good teaching cannot be simply 
transferred from expert to novice. The problem is that beginning teachers are expected to 
do everything that the experienced teacher does but without the years of practice and 
often without assistance. 
This is a problem because many teachers leave the profession in their first few 
years and those who stay often have stressful and unhappy early years. In a United States 
Department of Education document, DePaul (2000) looked at the statistics on teachers 
who leave the profession and concluded that something must be done to retain a higher 
percentage of teachers. He found that after five years, roughly 50% ofbeginning teachers 
leave the teaching profession. Those who stay often struggle and do not feel successful. 
This study looked at the experiences of beginning teachers to determine if a 
mentoring model would have helped them make the transition from beginner to seasoned 
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professional. In recent years, mentoring has become a popular strategy for helping 
beginning teachers overcome some of their difficulties. However, most mentoring 
programs do not ask beginners for their perspective on their needs as they start their 
careers but make assumptions about what is helpful. I wanted to see if the experiences of 
these new teachers indicated the need for mentoring and what should be included in a 
mentoring program. 
Chapter 2 
Review of the Literature 
I found several definitions of men to ring in the literature. Most of them were 
based on mentoring as a relationship between two individuals, in which a wiser, more 
experienced person teaches a less knowledgeable individual (Galvez-Hjornevik, 1986). 
The early research that I found on mentoring was done in the field of business where 
there seems to be a tradition of the older, more established businessperson helping the 
newcomer get established (Kram, 1983). Kram interviewed managers who had had 
mentors. She found that there were several phases to the mentorship relationship 
including initiation, cultivation, separation and redefinition. By the end of the process, 
the relationship is more of a friendship. This research was based on interviews of 
eighteen managers who described how they were mentored into the business world. 
There seemed to be more than one definition in this study as to what being mentored 
meant to those who were interviewed, and there were different time frames for 
mentoring relationships. However, there was an overall agreement that mentoring had 
been helpful to the participants. 
When mentoring is transferred to the school system there seems to be more 
emphasis on the reciprocal effects of mentoring. One of the benefits to mentoring that I 
found in the research was that it helped to rejuvenate aging staff. Krupp (1985) 
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administered questionnaires about mentoring to staff in two schools, an elementary 
school and a junior high school. She found that 72% of the elementary teachers and 
93% of the secondary teachers reported having a mentor. They felt that having a mentor 
had been a valuable experience in their teaching career. Furthermore, 56% of the 
elementary teachers and 45% of the secondary teachers reported being a mentor at some 
time in their career. Krupp discovered that mentors "gained self-awareness, personal 
growth, and a sense of worth and friendship - all factors necessary to an increased sense 
of self and the feeling that school and job are self-satisfiers"(p. 22). Krupp used only 
self-reported benefits of mentoring but she makes a good case for the positive aspects of 
mentoring on school climate both for mentors and those being mentored. 
An important impetus in teacher mentoring research is to find a way to retain new 
teachers. DePaul stated that a vast number leave because of exhaustion, disillusionment, 
lack of confidence, and inadequate support (DePaul, 2000). He concluded that high 
teacher turnover leads to less stable and less effective learning environments for students; 
places greater demands on teachers and other school staff members; and increases the 
amount of time and money spent recruiting, hiring, and training replacements. He sees 
teacher-mentoring programs as a way to alleviate teacher shortages and improve the 
quality of schools. 
Brewster and Railsback (200 1) reviewed some of the research on the effectiveness 
of mentoring. They commented that there have been few large-scale studies of new 
teacher induction programs. One of the reasons for this is that effective programs are still 
few and far between. The programs seem to be gaining in popularity but many lack 
adequate funding, staff training, administrative support, and careful attention to 
beginner's needs (Brewster & Railsback, 2001). However, they are able to highlight 
some of the best practices of effective mentoring programs. They suggest that in the 
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programs day-to-day issues are the first priority. These include practices such as learning 
school routines, developing classroom management skills, motivating students and 
engaging them in class activities, and assessing student performance. They suggest that 
program planners ask new teachers to identify areas to cover in orientations and induction 
program meetings. 
There is a significant amount of literature on what should be included in 
mentoring programs. Brewster and Railsback (2001) included some general guidelines in 
developing mentoring plans. They suggest that program goals and purposes should be 
clear, as should the roles and responsibilities of participating teachers. In some cases this 
means hiring co-ordinators to oversee the program. Sometimes this role falls to the 
principal of the school. Program leaders, staff and veteran teachers should all receive 
quality, ongoing training on how to work effectively with novice teachers. Training 
should help participants develop skills for coaching new teachers as well as productive 
strategies for discussing content area questions and teaching methods. Participation in 
mentorship programs should not place excessive time demands on new teachers or their 
mentors. Both new and veteran teachers should receive some incentive for participating, 
whether in the form of money, extra release time, or steps toward career advancement. 
The program should encourage reflective practice, for new teachers as well as their 
mentors. An important point that Brewster and Railsback add to their list of guidelines is 
that mentorship programs should not be tied to evaluation of job performance or decisions 
about a teacher' s continued employment. Mentorship works on the basis of a safe 
environment where frank discussions and risk taking are not avoided. 
Szumlas (200 1) completed a literature review on mentorship programs and 
concluded that, ''through mentoring, proteges acquire skills and knowledge that enables 
them to cope with their various responsibilities" (p. 7). He also thought that the mentors 
improved in their skills and commitment to teaching and supported his claims with other 
research on the mentor program in California. 
Some of the literature on mentoring looks at the qualities of a good mentor. 
Rowley (1999) outlines the necessary qualities and conditions of a good mentor. He 
suggests that many times mentoring is done on an informal basis by caring colleagues. 
This does not always occur, however, and a formal mentoring program is needed. He 
based his article on a decade of observations of what does and does not work in formal 
mentoring programs and came up with six essential qualities of a good mentor. 
The first quality that he suggests is commitment to mentoring. This means 
realizing the importance of the role and being willing to spend the time and energy to do 
the job. It also means being persistent and believing that mentoring can make a positive 
difference. This requires formal mentor training as a prerequisite and usually involves 
some journal keeping or a minimal amount of shared record keeping. Rowley also 
suggests some form of compensation in the form of money, time or professional 
opportunities. The second essential quality is the acceptance of the beginning teacher. 
Rowley suggests that this can be improved by training exercises that have the mentors 
revisit their own early teaching experiences. He also suggests that some readings and 
discussion of empathy could be helpful. 
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The good mentor is skilled at providing instructional support at whatever level the 
beginning teacher is working at by providing opportunities for shared experiences. These 
shared experiences can take the form of team teaching, observing each other, or observing 
other teachers. To do this well the mentors need to be trained in effective coaching. This 
will help them develop multiple methods of classroom observation and refine their 
feedback skills. Of course mentors and beginning teachers need time to participate in 
preconferences, classroom observations and postconferences. 
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According to Rowley (1999), "the good mentor is effective in different 
interpersonal contexts" (p. 21 ). Good mentors adjust their communication styles to meet 
the needs of the teacher they are working with. Rowley suggests that mentors do self-
inventories and reflect on their leadership styles. Some mentors will be natural leaders 
but some will have to learn new skills to be more effective in helping relationships. Even 
with training, some mentor and beginning teacher match-ups will work better than will 
others. 
A mentor needs to have good teaching skills but that does not mean having all the 
answers. It is more important to model the quest for better ways of solving teaching 
problems rather than handing solutions to their proteges. Instead, the mentor should be a 
model of a continuous learner who pursues professional growth through a variety of 
means. A good mentor is open to new information and is willing to discuss professional 
ideas with both colleagues and beginning teachers. The commitment to professional 
development could be one of the criteria used to select mentors. 
Finally, good mentors must be able to believe that the beginning teacher is capable 
of doing well and be able to communicate this belief to their proteges. They are able to 
affirm the potential of the teachers they are mentoring. Mentors need to be people that 
both communicate hope and optimism and are genuine and caring individuals. When 
recruiting mentors it is necessary to avoid teachers who have become negative and instead 
to find teachers who still demonstrate joy in their career (Rowley, 1999). 
Halford ( 1999) discusses from a more practical perspective some of the policies 
that are necessary to support new teachers. She suggests that mentoring programs should 
have administrative support, adequate funding, and clear leadership. Mentors should be 
clear about the program goals and purposes and be aware of district philosophies. 
Mentors should be paid, given release time, or otherwise rewarded for participating in the 
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program. This makes the experience less burdensome for the mentor, and lets those being 
mentored feel better about taking up their mentor's time (Halford, 1999). Halford writes 
from an administrative perspective and looks at practical ways to make mentoring work in 
a school. She suggests that adequate funding is absolutely essential and that California is 
the state taking the lead in this respect by including all school districts in its Beginning 
Teacher Support and Assessment Program (Halford, 1999). 
A further purpose of a mentorship program that I found in the literature is to 
improve the culture of the school. Mentorships can help to break down the "parallel 
play" (Barth, 1990) in schools and help to make relationships more collegial. Barth uses 
this term to describe the independent and isolated experience of teaching in most schools. 
By demonstrating openness and collaboration, mentors can help to infuse the school with 
this spirit. Mentors feel a sense of renewal. Teachers become rejuvenated and are willing 
to try new teaching techniques (Szumlas, 2001 ). Perhaps having a mentorship program 
could change a school climate and help energize a school community. 
While researching the literature on teacher mentoring, I found several reviews and 
examples of specific men to ring programs on line. For example, Brewster and Railsback 
(200 1) describe three beginning teacher assistance programs. The first program, based in 
Montana, is called the Systematic Teacher Excellence Program. This is a statewide 
program for Mathematics and Science teachers. The Teachers' Association, the state 
university system and the National Science Foundation support the program. The review 
suggests that one of the keys to this program's success is that the early career teachers 
focus on how to teach, not what to teach. 
The Kent School District Mentor Program in Washington State is the second 
program they discuss. This program provides support to all teachers new to the Kent 
School District. Each new teacher has a partner teacher for one year. In addition, there 
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are Mentor Teachers on Special Assignment who provide staff development, and co-
ordinate, observe and meet with the new teachers. The keys to this program' s success are 
that the mentors have time to build trust and they do not have an evaluative role. This 
program is possible because there are funds provided by the state to help fmance this 
program. 
The fmal review is of the Portland Public Schools Beginning Teacher Mentor 
Program. Both mentors and beginning teachers are selected through an application 
process. Ninety hours of contact time are built into a year long contract. Demonstration 
teaching, coaching, instructional support and moral support are all part of the contract. 
This school district has made a financial commitment to mentoring and has made all 
departments aware of the needs of new teachers. Twenty-eight states in the United States 
have some form of state-organized beginning teacher assistance programs (Halford, 
1999). 
The Association for Supervision and Curriculum Development has an 
entire web site on supporting educators with best practices in mentoring. This site has 
many articles on what is working in teacher mentoring as well as the specifics on 
numerous programs. One ofthe articles (Sweeny, 1998) charts the ways that mentoring 
can orient the new teacher to setting, expectations, and curriculum; improve instruction; 
and change the norms of the school culture. Sweeny is the Mentor Program Co-ordinator 
of a school district in Illinois and writes about the specifics of organizing programs 
including mentor roles, selection, training, and support and how to match the mentor with 
the beginning teacher. 
I did not fmd any province-wide mentoring programs in Canada. However Bryan 
Szumlas, an Alberta teacher who has done the detailed planning for a mentorship program 
through the Alberta Teachers' Association, has published a project on the Alberta 
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Teachers' web site (Szumlas, 2001). He proposes a detailed two-year program with a 
month by month time line. Selected pairs of mentors and proteges would work together 
on defined goals. They would participate in mini-conferences on classroom management, 
instructional planning and individual student's needs and student assessment. Although 
this project has a firm theoretical foundation, it has not yet been implemented. The 
Ontario Institute for Studies in Education has published a handbook for school 
administrators to help them establish a program to support beginning teachers (Cole, 
Squire, & Cathers, 1995) but this is not a province-wide mandated program. 
Other teacher unions are also involved with teacher mentoring. The National 
Educators of America (NEA) web site has several articles about mentoring. Jehlen 
(2001) and Green (2000) show how necessary and useful mentoring could be. Teacher 
unions are pushing for more mentoring programs in many states and working within their 
state and district administrations to help provide these programs. Several examples of 
training programs and mentoring initiatives can be found on the NEA web site. 
In British Columbia the British Columbia Teachers' Federation publishes a 
Beginning Teachers' Handbook and conducts a Beginning Teacher Conference each year. 
There is nothing in the provincial contract about teacher mentoring but the web site has a 
number of contract clauses in individual districts that are related to this topic. For 
example, in the Peace River North contract there is a clause that banks 40 days for release 
time yearly for mentoring new teachers. Contract clauses and other supports for 
beginning teachers can be found on the web site. 
In general the literature starts with the assumption that mentoring is helpful to 
beginning teachers and there is some research to back up this assumption. Brewster and 
Railsback (200 1) suggest that the starting point of any mentoring program should be to 
pay close attention to beginner's needs. The mentoring programs that I looked at 
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assumed that the needs of beginning teachers are known but I did not find any research 
that asked new teachers what they felt that they needed. Based on the phenomenological 
assumption that individuals construct meaning from their personal experiences, I explored 
the experiences of some novice teachers about their experiences in their first year of 
teaching and their insights into these early experiences. To understand what beginning 
teachers need I asked three teachers, relatively new to the profession, to recall their early 
teaching experiences to see if mentoring would have been helpful and what form that 
support might take. 
Sampling Procedure 
Chapter 3 
Methods 
I interviewed three teachers in a small city in the Interior of British Columbia. 
Anne, Lynn, and Mary (their names have been changed to protect their anonymity) are all 
in their first three years of teaching in secondary schools. Lynn and Mary are teaching in 
a school with Grade 8 to Grade 12. Anne is in a Junior High School with Grade 8 to 
Grade 1 0 students. Anne and Mary are married females in their twenties with no children. 
Lynn went into teaching as a second career in her early forties. She is married and has 
two children. These participants were chosen because they are living the experience of 
new teachers and have timely information about what they are going through. Their 
memories are fresh and detailed. They are an information rich purposeful sample (Patton, 
1987) and the data collected was relevant to the purposes of my study. Their experiences 
are recent and important to them; therefore I should be able to gain an understanding of 
their needs through the interviews. 
Procedure 
I first contacted the Superintendent in writing to get permission to interview 
teachers. This is school board policy for research with school board employees. I also 
made the school principals aware, in writing, of my research. Before contacting the 
participants, I submitted my proposal to Research Ethics Board to gain approval. 
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I contacted my three participants by telephone and asked them if they would be 
willing to be interviewed about their experiences as a beginning teacher. I let them know 
that the interview would take approximately one hour and that I would like to tape record 
the interview. I also let the participants know that I would be keeping their identities 
confidential and that they would be able to read the research before it was submitted. My 
purpose in following these procedures was to allow the participants to freely choose to 
participate without fear that they would be identified. 
Before the interviews began the participants signed a Consent Form giving 
permission to use them as subjects and guaranteeing confidentiality. I made it clear that 
my intention in this study is to explore the first few years of teaching through their 
experiences. I let them know that they could withdraw from the study at any time and 
explained that it was my responsibility to accurately represent what they have said 
without bias. 
Instrument 
The instrument that I used was an in-depth, open-ended interview with the three 
participants. I chose interviews as a data collection instrument in order to get a holistic 
understanding of the experience of each of the participants. As Patton ( 1987) observes, 
"We cannot observe feelings, thoughts and intentions. We cannot observe situations that 
took place in some previous point in time. We have to ask people questions about those 
things. The purpose of interviewing, then, is to allow us to enter the other person' s 
perspective" (p. 1 09). I tried to understand their world rather than imposing any 
boundaries on their answers. To allay any fears I let the participants know that the 
interview would be quite informal and conversational. 
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To begin the interviews I made sure that we were both physically comfortable in 
an environment free from distractions in my home. I established rapport with an opening 
question about their day. I made sure that my tape recorder was working. The style of 
the interview was a combined informal conversational approach with an interview guide 
approach (Patton, 1987). I used this approach to make sure that I covered the same 
relevant topics for all three subjects but had the flexibility to explore their responses in a 
conversational manner. My aim was to gain an understanding of the teaching world and 
perspective of my subjects. To do this I used open ended questions that did not limit 
responses and allowed the persons being interviewed to take whatever direction and 
choose whatever words they wanted (Patton, 1987). 
Once rapport was established, I asked each participant to describe a really good 
day in her teaching experience. I probed for details of exactly what was happening on 
that day. These were questions like, "What would I observe in your classroom if I had 
been there on that day?" "What were the students doing?" "What were you doing?"( See 
Appendix A for a complete list of questions). I was trying to get many details from the 
interview. During the discussion of that day I would also try to elicit the participant's 
opinions and feelings about a very good day in her teaching experience. 
Then I moved on to ask each participant to describe a very bad day in her teaching 
experience. With this question I hoped to gain some insights into what problems these 
new teachers faced. I asked similar detailed questions to get a clear picture of what a bad 
day looked like to each of my participants. I also asked their opinions and feelings 
around the bad teaching experience. These two questions allowed the participants to 
begin talking about their early teaching experiences in a non-threatening way. 
The reasons for the questions that I have outlined above are to open up dialogue 
and to get each participant talking in specific details about her experience. I began with 
the positive to be less threatening and to show positive regard to my subject. I did not 
want any of the participants to feel that I viewed their teaching in a negative light. 
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Asking for their opinions allowed each participant to reflect upon teaching and think 
about their practices. According to Patton ( 1987) these questions tell us "about a person's 
goals, intentions, desires, and values" (p. 118). 
The feeling question was asked to fully understand the experiences of the new 
teacher and tap into her emotional response. The emotional context helped me to 
understand each participant better and may have helped them to address the questions in 
more depth as they put themselves in that spot emotionally. 
After each participant described a bad day in behavioural, cognitive and emotional 
terms, I asked her to describe what might have been helpful to her. I started with that 
particular day and then moved to a more general discussion. I tried to avoid leading the 
discussion in a particular direction but did try to keep the discussion going. My role was 
to probe for more details, ask for clarification and to have the participant elaborate on 
their thoughts and feelings. Patton (1987) suggests that these probes are important ways 
to maintain control of the interview without turning it into an interrogation. I remained 
neutral to the content of the information but very respectful and caring in my attitude 
toward each participant. My goal was to keep my questions very open-ended and allow 
the participant to honestly express what she thinks would be helpful to new teachers. 
I wanted to allow each participant to respond in her own terms so I did not want 
too much structure in the interviews. However, to keep the interviews from rambling, I 
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asked time frame questions (Patton, 1987). These included questions about what has been 
helpful in the past, what is helpful now, and what might be helpful in the future. I spent 
approximately one hour on each of the three interviews. 
During the interviews I audio-taped what was said and took notes. The notes 
helped me to keep track of the questions that I had asked and the main ideas in the 
responses. In my notes I also recorded observations of interviewee reactions and non-
verbal data. The notes helped to flesh out the ideas in the tape recordings and were a 
back- up to the tape recordings. 
At the end of the interviews, I thanked the participants and did some debriefing by 
asking them how they felt about their interviews. All three participants reported that they 
enjoyed the chance to talk about their experiences. I let them know that they will be able 
to read my project in draft form. I then checked my tape and reviewed my notes. I added 
to my notes any additional observations that came to mind and made sure that I had the 
information that I needed from the interview. 
Data Analysis 
The next step was to transcribe the interviews. My raw data was these 
transcriptions and the field notes and observations that I made during the interview 
period. I sifted through this data looking for the patterns and categories of responses in 
order to do make an inductive analysis of the responses. I used what Patton (1987) calls 
an indigenous typology. This means that I tried to use the terms and categories that came 
from the teachers that I interviewed rather than my own imposed classifications. 
I started with voluminous data because each participant spoke about her 
experiences in depth. After reviewing the transcripts and notes, I decided that I had 
enough information to begin to organize the data. I wrote a case study narratives about 
the three participants to give a sense of the individuals and to provide a manageable 
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account of the information (Patton, 1987). Information that did not directly relate to their 
experiences as beginning teachers was not included (see Appendix B for an example). 
Although the three participants had very different experiences and very different 
personalities, there were common strands and themes in their responses. I looked for 
quotations that were examples ofthe same underlying ideas as suggested by Patton (1987) 
and found categories of responses that fit together. 
I then gave each of the participants a pseudonym so that I could track their 
responses in my writing without identifying them. To preserve their anonymity, I call 
them Anne, Lynn, and Mary. I decided to use their descriptions of a very good day of 
teaching as a starting point. All three participants seemed to have a very clear idea about 
what good teaching was and were able to answer with many details the questions about 
their successful teaching experiences. 
Anne talked about her lesson plan in Mathematics as a particularly good day of 
teaching. She said, "I was prepared, the students clearly understood what was being 
explained, and they were entirely involved. My time lines and expectations were right on 
par with their abilities." She described this particular lesson in some detail and concluded, 
"They did a good job. It was quality work. Expectations were clear and they got 
everything done." She reported that she feels successful when the students understand the 
concepts and are getting their work done. 
Lynn's description of a good day of teaching did not describe a particular lesson 
plan but described student behaviour. She said, "There have been classes where students 
have been very focused, interested and alert. They are paying attention and involved in 
the class assignment." She said that she likes to look around the room and see the kids on 
task and enjoying what they are doing. At these times she really enjoys her job. 
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Mary described her first really good day of teaching in these words, "I just felt so 
comfortable. I had a class where they would actually listen to what I said. They were 
doing what I told them to do and they trusted my judgment. I felt ownership for what 
happened in that classroom. It was a wonderful feeling." When I asked Mary what she 
thinks was working that day she replied, "The fact that I get to know the kids really well. 
I learned what they like and I can just open myself up to them." She stated that at times 
like this she feels so lucky to be teaching. 
The question about the positive teaching experience opened up my discussions on 
a positive note and gave a glimpse into what each participant considered to be some of the 
important components of good teaching. It also gave some indication of where their 
concerns lie when things are not going well. The question about a really bad day of 
teaching started to give me a clearer picture of some of the problems and concerns of 
beginning teachers. 
Anne's description of a bad hour of teaching is very much the flip side of her 
description of a good day. She said, "It might be a rambunctious group and there is 
nothing for them to get started with as soon as they walk in. You get off on the wrong 
foot right at the start. It's harder to bring them back down." She suggested that some 
classes are much more difficult than others because of the type of course and mix of 
students. She had taught in an Alternate class with four different subjects, different 
abilities, and different issues. As she said, "It wasn't just the material and the abilities, it 
was the personalities of the kids. Someone would say something and it would cause a 
fight because they just didn't have academic difficulties, they had personal problems." 
Lynn's description of a bad day in teaching echoed many of these concerns. She 
described difficult students who would not sit down or do any of the work that she 
assigned. Lynn said, "In one class I had to take a small group outside of the classroom to 
do a lesson because there was too much noise in the room. It was the only way to make 
sure they would get the information that they needed." 
Mary also described one very difficult day with lots of behaviour problems. She 
said, "That day I questioned my sanity because it was almost as if they had rallied 
together to push my buttons, all 120 of them." She spoke about how "off the wall" the 
behaviour was on some days and that "some days every kid seemed antsy." 
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When I looked at all the data several themes emerged as issues and concerns for 
these three beginning teachers. The participants felt that support in four main categories 
would have been helpful. Because the categories are broad, there is some overlap in the 
issues and themes. The first broad category that all three identified was the need for help 
in the routines and procedures of their teaching assignments. Another broad category was 
around planning and organization in their classrooms. The most often mentioned issue of 
these three beginning teachers was the issue of classroom management. This was the 
issue that they spent the most time discussing and a topic that they often returned to 
without my prompting. The final broad category in the data was the issue of the need for 
social and emotional support during the first few years. I will discuss each of these 
categories in some detail with examples from the data. 
Routines and Procedures. The participants found that they had many questions as 
they began their teaching careers. They all had many questions about filling out forms, 
using the photocopier, and similar "picky details" in their first year. Anne had never been 
in the building before the fust day and didn't even know where the washrooms were. 
Both Anne and Mary mentioned that not really knowing the procedures for the very first 
day gave them some stress. Anne said that in the first few weeks she had questions like, 
"What do I do in Homeroom? Where do I put these forms? What meetings do I have to 
attend? What do I do in a fire drill? She said that she tried to ask a variety of different 
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people these questions so that she didn't become too annoying. Mary said that she often 
asked the secretaries for help on some of the details. Mary reported, "I used to say to the 
secretaries, 'I'll get you anything you want just tell me where the pink slips are again.' 
Because it was just a maze in the office I was always asking for help." Both Mary and 
Anne felt that they needed briefmg about how to use the photocopier and the attendance 
policy and procedures. Mary said, "They handed me a bell schedule and a block rotation 
form but there was no detailed description about procedures." 
There were also concerns around using the district-supplied computer marks 
program. This was not a concern for Mary who had done a project on using the program 
during her professional training but was a major hurdle for Lynn who had never used a 
marks program before her secondary teaching assignment. She said, "I was swamped 
with planning and marking and then had to figure out how to put the marks on the 
computer and turn them into letter grades under a lot oftime pressure." She said that she 
still has to check on how to enter data and feels she must be annoying her colleagues with 
these questions although they do not complain. All three participants said that they had 
questions around end-of-term procedures. For example, Anne said, "If the cut -off day for 
the term is Friday, is it okay if I have my test on Monday?" 
The organizational structure of the school was not explicit to the new teachers. 
Therefore they were not clear about whom to ask about various issues. Anne said, "If I 
was having a problem with a student should I go to the counsellor, or learning assistant or 
vice-principal? Sometimes I knew who to talk to but sometimes I didn't. And every 
school is different." Mary was not too sure if she could just take a class to the library or 
computer lab or if she had to have signed some form. They were also unsure about which 
meetings they were required to attend and which were optional. For example, Anne said, 
"I was teaching in two departments but I only had one course in one of them. Did this 
mean that I had to attend all department meetings for both departments?" 
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The organizational structure of the profession was also a bit of a mystery. For 
example, Mary said, "I didn't know things like the difference between an NI (non-
instructional) day and a Pro-D day. I remember thinking I should know this. Maybe I'm 
a bad teacher. But it's not stuff they tell you." Lynn said that she doesn' t know what 
powers the school board has and what the district administration can and can't do. She 
said, "I think most beginners think that the school principal has more power than they 
really do. So much just depends on numbers and budgets." 
Planning and Organization. The second broad category the participants talked 
about in the interviews was planning and organization of learning for their classrooms. 
All three participants said that finding resources for most of their classes was not a 
problem. Lynn reported, "The head of my department showed me where to fmd the 
books and equipment that I would need. He was also willing to share lessons and 
assignments." Anne echoed the same sentiments when she said, "Everybody has always 
been helpful in sharing their stuff. And I would do the same." Mary also said she was 
helped with resources but she usually adapted them to fit her class and style. "I found 
that I used other people' s lessons but made them work for me. And I have created my 
own tests." The participants reported that they often started with other teachers' 
assignments. As Anne said, "Because you are doing a unit on fractions doesn't mean you 
have to make it all up from scratch." All three participants felt that they did have to spend 
some time working on adapting assignments but they had been supported when they 
began and did not start with nothing at all. As Lynn said, "I didn't have to re-invent the 
wheel." 
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As new teachers the participants struggled with workload. They all reported 
spending many hours on planning and marking. Lynn said, "I thought that I should mark 
everything the students did. I wasn't sure if they would do their work if I was not giving 
them a mark for it." Anne felt that she just did not have enough hours in the day to do 
some of the things she would like to do like phoning parents to talk about her students. 
Mary said, "When I first started out, I defmitely did not have a life. My poor husband. I 
was always marking and thinking that the students did this work so they should get credit 
for it. Now I sometimes just do a homework check rather than collecting it and marking 
every question." 
Another organizational problem that the participants struggled with was how to 
deal with late or missing work. They felt that they did not have definitive benchmarks for 
taking off a certain percentage of marks when students missed deadlines or if some very 
late assignments should be counted at all. Anne reported that she sometimes tried to 
remember what some of her "good teachers" had done and pattern her behaviour on their 
example. Lynn said, "I was always giving students the benefit of the doubt but then I 
found that more and more students were just not getting things handed in. I didn't want 
to be too hard nosed but if I was wishy washy there were some students who just 
wouldn't bother to fmish the work or hand it in. I found that I was making it up as I went 
along so students would ask when it was due and I would have to give them an answer on 
the spot." Mary said that she did not have clear time-lines either. "I struggle with that 
because every class is different. I have Grade 8s clean out their binders often and then I 
get lots of assignments. They are just not organized yet. With Grade 11 s I expect more. 
When they hand things in late I take off marks." 
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The planning issue that was particularly challenging for these beginning teachers 
was planning for inclusion. They all found it difficult to know the difference between 
adapted and modified programs and then to plan appropriately for individual students. In 
the bigger schools the roles of the Learning Assistant, Resource teacher, Counsellor and 
Support Worker were very confusing and they were not sure whom to approach for 
information and help with each individual case. Anne said, "When a student kept 
struggling should I send them for extra help or should I write up a separate program? I 
just wasn't sure. Sometimes getting the help with a Support Worker in the class seems to 
be good but sometimes it works better if the Support Worker or the Learning Assistant 
has the student in a separate setting. And each school seems to have a different process to 
go through." She gave a specific example of a Science 8 class that she taught with 25 
students that included 5 students with Individualized Educational Plans (IEPs) and a 
Support Worker. "Some couldn't read. Some had more severe problems. Like one had 
Tourette's syndrome. Some would burst into tears if it got too hard. And we're going to 
dissect the eye." However, she thought that this class worked fairly well because of very 
good written resources and an excellent support worker. 
Lynn was concerned that she just was not reaching some students. "Sometimes 
with 27 Grade 8s you know that if you could spend five minutes with a kid they might do 
better but it is hard to focus your attention on just one person for that long. It's the kids 
who don't have a modified program but need more time that I worry about." Mary 
agreed, saying, "I give them as much time as I can in class and then have tutorials after 
school or at lunch but some kids don't come to tutorials and never really get the 
concepts." All three of the participants worried about the students who were not being 
successful. 
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Classroom Management. The most often mentioned concern in my data was the 
broad category of classroom management. The participants talked about this topic more 
often and in more detail than any other. They discussed specific classes that they found 
most difficult and detailed problem behaviours that they had struggled with in their 
classrooms. Some of their concerns were around the details of classroom rules and 
responsibilities but some were in dealing with more extreme attitudes and behaviours in 
their students. 
All three beginning teachers were still working on dealing with routine classroom 
behaviour problems. They felt unsure about where to draw the lines between acceptable 
and unacceptable classroom behaviour. Lynn was concerned that her classroom might be 
too noisy for some students to be able to work. She asked, "How do you know if a class 
is interfering with some students who need a quieter environment or if the noise level is 
really productive?" She was also worried that at times it was difficult to get the whole 
class to listen to a lesson without being interrupted by talkative students. 
Anne spoke in some detail about the problem of deciding how serious a behaviour 
was and how to deal with it. For example, she said, "Like backtalking once, is that 
something the kid should be sent to the office for or should you just deal with it in the 
classroom? At first that is kind ofhard to know. You are taking the models of the good 
teachers that you had and have seen and trying to mold it into your style." 
Mary spoke about a very boisterous Grade 8 class that she found difficult. "It is 
so hard to keep them away from each other because they would talk to anybody so it 
didn't matter where you moved them. And it was a big class so there were no extra 
desks." She said, "I sometimes wonder, am I too lenient, am I too strict on certain things. 
I might always wonder that." These three teachers felt that their daily classroom 
management was getting stronger and stronger as they decided what was important and 
further developed their own personal style. 
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However, they all felt that at one point they had been placed in an early teaching 
assignment that was very difficult for a beginner because the behaviours were more 
extreme. Lynn's first assignment was as a short-term replacement for a teacher on stress 
leave from an intermediate classroom with five special needs students. Three of the 
students required behavioural IEPs because their behaviour was so extreme. She found 
that the classroom dynamics made this class very, very difficult. To make the class more 
manageable, the three Behaviour Plan students were each placed in three different 
intermediate classrooms for most of her assignment and she was able to control the rest of 
the class. She has not had to deal with such extreme behaviour in her assignment this 
year but says, "I still struggle with the kids who really don't want to be here and don't 
care what you say." 
Mary and Anne also felt that they were given particularly difficult assignments as 
beginning teachers. Mary's first assignment was to take over some non-academic 
Mathematics classes for another teacher who was on a leave of absence. She found these 
classes difficult because they were all working at their own pace and were not on the 
same topics or assignments. The management was difficult because the students were not 
academic so she felt, "You have to learn to treat them differently. They are not in school 
for the same reasons as the kids in the academic classes. You have to make a connection 
with them before they will begin to do the work." She did not feel entirely successful 
with this group. 
Anne also taught a non-academic group of students who were placed together in 
an in-school alternate class. She found it hard to manage because of the different 
personalities in the room. "They were very needy. And you weren't too sure you were 
really getting through to them. The behaviour can be pretty extreme so you send 
someone to the office but you don't feel like you are making much progress. Most kids 
were just trying to get a pass and get out of there." She said, "It felt like you're digging 
out of a hole that's not getting any better." Anne felt this type of class did not really fit 
her teaching style. 
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Isolation and Emotional Support. The fmal broad category derived from the data 
was the feeling of isolation as a classroom teacher and the need to connect and discuss 
their experiences with other teachers. All three beginning teachers said that they would 
like the opportunity to see what was happening in other classes. Lynn reported that she 
sometimes listened to another teacher's class from a back office during her preparation 
block to get ideas on strategies for presentation and management. Mary lamented, 
"Although I sometimes overhear what is going on next door, I never get to spend time 
observing another teacher in action." 
Lynn felt that she needed to talk to other teachers to vent. "I need to talk a lot 
about the different personalities especially about a student who is not responding. It is 
frustrating when you have a student who is trying to sabotage your class. Then I need to 
get it off my chest and try to fmd out what works with this kid." She talked to colleagues 
whom she thought could help with suggestions or at least listen sympathetically. Anne 
also wanted to talk about the really difficult personalities. She said, "Sometimes I just 
talk to anybody who is available about students that I am struggling with." 
My own experience in interviewing these three beginning teachers was that they 
were very eager to process their experiences with a willing listener and to make 
suggestions about what would have been helpful to them. All three participants brought 
mentoring into the conversation without my prompting and felt that they would have 
benefited by a formal mentoring program. They were very specific about what they 
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would want a mentor to do, although they had some different ideas about what that might 
be and how it should be organized. 
Anne was most concerned with getting assistance with the administrative tasks 
such as photocopying and setting up labs that took time and energy from the actual 
teaching. She also would have liked more help in the first couple of weeks but because 
she came into her teaching assignments after the school year had started she did not even 
get a Handbook explaining routines and policies. She would like to have had one 
designated person to ask about these tasks and thought that meeting that person before the 
first day of school would be useful. As the year progressed Anne felt that the mentor 
would be a good person to whom she could discuss issues in the classroom such as 
deciding whether student misbehaviour was serious and which strategies that might 
correct the misbehaviour. 
Lynn was less concerned with paperwork and procedures but thought that she 
needed someone to give her advice and critique some of her management strategies. She 
said, "A mentor could give suggestions that could work or a different opinion on how to 
deal with problems." She felt that there were many colleagues that she could talk to and 
felt she had been supported by staff members and informally mentored. She could see the 
value of a more formal mentoring program ''to take the time to really discuss lessons and 
what works for kids. Then maybe it would take away some of the anxiety and provide 
shortcuts to really learning how to teach." 
Each of the participants in this study talked about the support they received from 
colleagues and administrators although the scope and organization of this support was 
different for each individual. Anne did not have any one specific colleague whom she 
asked for help and suggestions but went to various individuals whenever she had a 
question. Lynn relied mainly on one specific colleague for support but was willing to ask 
for help or talk over situations with several other colleagues. 
Mary had an informal mentoring situation established. The principal met with her 
weekly to discuss how things were going and listen to her concerns. She was working 
closely with another woman in her department who shared resources, listened and 
provided emotional and instructional support. The principal acknowledged this 
relationship as important and worthwhile. 
Mary stressed the emotional support that she felt her mentor was able to provide 
for her. She said, "She was someone that I could trust. I could vent to her and be sure 
that it wasn't going to go any further than that." She also asked her mentor for advice 
when she was unsure how to deal with particular learning problems and difficult 
behaviours. She suggested a kit that explained routines and procedures should be given to 
all new teachers when they are first hired to a school. This would not replace a mentor 
but would help to answer some of the questions so a mentor could act more as an 
emotional support. 
Mary felt that the greatest benefit of having a mentor was that her mentor was able 
to help her put her experiences into perspective. When she had a difficult day she said 
that when she talked things over with her mentor she realized that, "It wasn't the end of 
the world and that life will go on." She was able to take a deep breath and keep on going. 
Mary reported that her mentor made her realize that she could not be 100% effective with 
every student but she could be persistent. "She helped me to not be so hard on myself." 
Part of a successful mentoring experience seems to be providing perspective and hope to 
beginners. 
Although the teachers I interviewed felt supported, they did not have the 
opportunity to observe experienced teachers and receive instructional support. Both Lynn 
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and Mary expressed a desire to formally observe other classes. Lynn admitted to listening 
to an experienced colleague teach whenever she had the chance by working in an office 
behind his class but she did not enter his classroom. Mary would ask her mentor what 
was happening in the mentor's classroom whenever she overheard something interesting 
going on next door. Although they had observed teachers in their practicums, all three 
participants felt that they would benefit from further observations now that they had their 
own classrooms. 
Chapter4 
Implications of the Data 
This study described the experiences of these beginning teachers and their ideas of 
what would have been helpful to them. These three teachers survived their first year and 
are likely to stay in the profession but sometimes they suffered through stressful situations 
and felt that they were barely keeping their heads above water. Their experiences indicate 
a need for having a preventive model in place that would be more than crisis 
management. A formal mentoring program would have helped these teachers learn their 
craft more quickly with fewer struggles. Their perspective as beginners lends support for 
the need for a formal mentoring program and gives some direction as to what should be 
included in a mentoring program. 
All three beginning teachers were very positive about the emotional support that 
they received, in Mary's case from a mentor, and in Lynn's and Anne's cases, from other 
colleagues and felt this support made their first years of teaching easier and helped to 
make them more effective teachers. They also found that experienced teachers were 
willing to share resources with them. On the other hand, their comments indicated that 
not all the needs of beginning teachers are being met by supportive colleagues. 
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The beginning teachers identified the need for orientation to the school before new 
teachers begin their teaching assignments. These teachers wanted to know where to find 
supplies, procedures for the first day, and school routines. Each of the three participants 
suggested a thorough school handbook for new teachers in a school would be useful but 
they did not think that this should replace a mentor. Questions about routines and 
procedures arose throughout the school year. They felt they needed one person to answer 
their questions at the start of the year and throughout the year rather than trying to quiz 
several different people. However, they were reluctant to take up too much of any one 
person's time because they did not want to be annoying. If there was a formal mentoring 
program and the mentor was being rewarded with money or release time, the beginning 
teachers would not feel they were being a burden and find it easier to ask their questions 
These teachers also struggled with planning and organization. As beginners they 
had two jobs to do - they had to teach and they had to learn to teach. Left on their own 
they struggled with questions such as what to do about late assignments or how to 
approach a particular lesson. They sometimes fell back on what they remembered other 
teachers doing or made it up as they went along. They were eager to find strategies that 
worked and would have welcomed help from a mentor. _ 
The mentoring programs that I found in the literature suggested that both 
psychological support and instruction-related support is needed for beginning teachers. 
Most formal mentoring programs included demonstration teaching, instructional 
coaching, and some training for mentors in order to improve instruction (Brewster & 
Railsback, 2001). The teachers I interviewed had received some psychological support 
and encouragement from their colleagues in an informal way but had not had any formal 
mentoring in instruction. The participants in this study were eager to improve their 
instructional strategies. They wanted to observe other teachers and discuss their teaching 
---------- ------~--------------.. 
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including how to deal with specific pedagogical problems with a mentor. They realized 
that their teaching repertoire was limited by experience and they were open to expanding 
that repertoire. 
The three teachers mentioned classroom discipline and lack of student motivation 
most often as their biggest problems in their early teaching experiences. This is typical of 
most beginners who don't have formal assistance (Ruling-Austin & Odell, 1989). 
However, these researchers found that with formal instructional assistance, beginning 
teachers mentioned ideas about instruction at the top of their list of needs. They 
speculated that this might be an effect of moving more quickly through the survival phase 
of teaching due to mentor support and on to concerns about instruction. "For the most 
part, beginning teachers move ahead steadily in their development as teachers. Progress 
seems to occur more rapidly when the system provides skilled assistance than when 
teachers are left to their own devices" (Ruling-Austin & Odell, p. 23). These teachers felt 
that when they first began teaching they spent too much time on management rather than 
instruction. Help from a mentor may have moved them through this stage more quickly. 
Part of the classroom management problems faced by new teachers may be due to 
the type of assignments that they tend to get. The three teachers in my study all began 
their frrst assignments partly through the school year and walked into some difficult 
classrooms. This does not appear to be unusual for beginning teachers. New teachers 
often are given the least desirable teaching assignments and sometimes are expected to 
assume teaching responsibilities for which they are not fully qualified. According to 
Cole, Squire and Cathers (1995) "Ill equipped classrooms in locations isolated from their 
colleagues, diverse teaching assignments that require multiple lesson preparation, and 
responsibility to teach many particularly challenging students are but a few of the realities 
with which new teachers are expected to cope" (p. 5). The difficulty of these beginning 
assignments indicates the need for mentoring but makes the need for support even more 
important to deal with the stress and instructional challenges that these assignments 
present. 
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The data that the participants provided was consistent with much of the literature 
on supporting beginning teachers (See Appendix C). Their expressed concerns are 
similar to the content of several mentoring programs in the literature (Brewster & 
Railsback, 2001 ). The concerns expressed by teachers in this study supports the 
approaches to support and development found in the Ontario Institute for Studies in 
Education Handbook (1995). In several mentoring programs it is assumed that beginning 
teachers have needs for support in their first few years in areas that include routines and 
procedures, resources, instructional information, emotional support, classroom 
management through to demonstration teaching and coaching (e.g. Halford, 1999; 
Sweeny, 1998). It appears that new teachers have predictable needs in their beginning 
years, which should make it possible to design programs that meet their needs. 
From the perspective of the teachers in this study, a formal mentoring program 
with coaching and observations would have given them the opportunity to improve their 
teaching skills while they survived their first year. The support that they received was 
helpful but it was more crisis intervention than professional development. A well-
planned and well-supported mentoring program would be a preventive measure to both 
avoid some of the problems these beginning teachers faced and to enhance their 
development as professionals. 
Chapter 5 
Recommendations for Further Study 
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This study and many others in the literature support the idea that mentoring can 
help beginners survive their first year of teaching. By promoting discussion about 
teaching, mentoring seems to help new teachers develop tools for development and most 
educators see mentoring as a positive and humane approach to introducing teachers to the 
profession. However, the purposes of men to ring have not been clearly defmed and 
researched for effectiveness. There have been few comprehensive studies that examine 
the consequences of mentoring. Although many mentoring programs have laid out lofty 
goals, there is more research needed to ascertain if these goals are being met. We need 
more direct studies of men to ring and its affects on teaching. 
There is also a need to learn more about effective preparation for mentors. In 
some cases mentors are willing volunteers but they receive no training. In many 
programs there is some form of training for mentors but there is little research on how 
effective this training is when working with novices. More study is needed on the 
resources, preparation and structures that would best prepare mentors. 
Different mentoring programs are structured in different ways. Some allow 
beginning teachers to choose their own mentor in order to facilitate a close, personal 
relationship. Other programs assign mentors on the basis of excellence in teaching or 
having the time to fulfil the role. I could find no studies that compared the effectiveness 
of programs based on how mentors were recruited. This should be a topic of further 
study. 
New teachers start their teaching careers in many different contexts. Many new 
teachers are given difficult teaching assignments with several different preparations. 
Sometimes the courses they teach are either outside their areas of expertise or at a 
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different grade level than they were trained to teach. Many schools have special 
challenges for all teachers and may be especially difficult for beginners. I did not see any 
studies about mentoring that discussed the specific context of the assignment or school. 
The same mentoring programs may not work in all situations. Perhaps beginners need 
special consideration in their first assignments to be preventative as much as they need 
mentoring. This has not been addressed in the research. 
One of the goals of some mentoring programs is to improve school climate. 
Established teachers have to re-examine their own practice when they mentor newcomers. 
Mentors are likely to question their own pedagogy when they must demonstrate an 
effective lesson and then discuss it with a beginner. It is hoped that a mentorship program 
in a school will lead to discussions among staff members of what constitutes good 
teaching and what fosters a culture of collaboration and inquiry. However, I did not fmd 
research into the effect of mentoring on school climate. This research should be done 
when a mentoring program is established in a school. 
A thorny issue in the implementation of formal mentoring programs is the issue of 
time. Time is needed to train mentors and to coach, monitor and discuss teaching with 
their proteges. The beginners need time to observe experienced teachers, discuss what 
they have seen, and reflect on what they are experiencing. In the current climate of 
shrinking resources, providing the necessary time or other resources to fully support 
beginning teachers is challenging. I think that it is a challenge that should be pursued. 
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Appendix A 
List of interview questions: 
1. Describe a very good day in your teaching experience. 
Possible probes: What were the students doing? 
What were you doing? 
Why do you think things went well? 
How did you feel about it? 
2. Describe a very bad day in your teaching experience. 
Possible probes: What were the students doing? 
What were you doing? 
Why do you think things went badly? 
How did you feel about it? 
3. What might have been helpful to you at the time of your less successful teaching 
experience? 
4.What might have been helpful at the very beginning of your teaching career? 
5.What might be helpful to your teaching now? 
6. Do you have any ideas that might be helpful to your future teaching career? 
7. Have you heard of other teachers having the same problems? 
8. What were some of the problems that these teachers had? 
9. Have you ever talked to these teachers about their problems? What was said in the 
conversation? 
10. What was helpful about these conversations? 
11. What was not helpful about these conversations? 
12. Have other teachers given you unsolicited advice? What was helpful in this 
advice? What was not helpful? 
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13. Did a school administrator give you unsolicited advice? What was helpful in this 
advice? What was not helpful? 
14. Did you ask other teachers or administrators for help or guidance? Who did you 
ask? Was this helpful? In what way? What was not helpful? 
15. Have you heard of mentoring? What is your opinion of mentoring? How do you 
feel about mentoring? 
16. What do you think would be helpful to beginning teachers? 
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Appendix B: Sample case study narrative 
Mary is a very outgoing and talkative person. She enjoyed talking about teaching 
and easily talked for over an hour. I started by asking her about a really good day of 
teaching. She said, "I was really nervous standing up in front my very first day because, 
unlike some people in my program, I had never subbed at all. All my teaching experience 
was tutoring people. So I never stood in front of a class other than student teaching. 
Then the realization hit me that this was my class. I could pretty much say whatever I 
wanted. But the thought petrified me. So I remember that it was a couple of weeks after 
that day that I just felt so comfortable. And I had a class that would actually listen to 
what I said. They were doing what I told them to do and they trusted my judgment. It 
was a wonderful feeling to finally get to that point. I didn't feel I needed to be backed 
up." She thought it was a good day when she felt that she was in charge. 
When I asked her what she thought was working that day her reply was, "The fact 
that I get to know the kids really well. I learned what they like and I can just open myself 
up to them. Last year I came in to take over for another teacher so they didn't really trust 
me at frrst. I had to get them to believe that I was their teacher and could help them pass 
the course. So it was like we bonded together to reach a goal." 
Mary had taken a difficult assignment near the end of a semester so she felt that 
she had to prove that she was a "real" teacher. She feels that she has turned things around 
and this year is "totally different". "Because I am back so now I am a real teacher and it 
was nice to see familiar faces." Mary is very involved in the lives of her students. "And I 
don't have any kids so they become like your surrogate children. You know so much 
about their lives." 
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Mary thinks her teaching has improved this year. "And I have had more good 
days because I am not spending all my time just figuring it out. I have some idea what 
works for me and what doesn't work for me. I've kind of got my groove down and I can 
focus on the things I want to try. Like I want to try different projects with the kids and 
now I can start to do that." 
When I asked Mary to describe a bad day of teaching she spoke with strong 
feelings. "And I think that I probably hit some sort of breaking point. When I first came 
in I had three very difficult classes. They had really bad behaviour problems. They were 
off the wall. And I remember one day-that day-every kid seemed antsy. I remember 
having to take at least five kids out into the hall to have 'the talk' with them. They were 
just continuously difficult. I thought, My God, why did I go into this profession? And I 
love my job. That day I questioned my sanity because it was almost as if they had rallied 
together to push my buttons." 
Recalling this experience, Mary spontaneously mentioned her mentor. "I don't 
think I slept much for a month but I talked to . . . and she helped me to put things in 
perspective. She was always there to help. I could vent to her and know that it wasn't 
going to go any further than that. We had adjoining rooms so it was easy to ask her 
questions. She's a great lady. She helped me to not be so hard on myself 
Mary went to the same teacher for other advice on several issues. For example, 
she said, " I asked for advice on little things like- this kid has struggled and struggled and 
its killing you and he only gets 45%. What do you do? She helped me to realize that I 
can't do it for them. She told me that I had done what I needed to do. I take it to heart 
when they don't do well but she reassured me that I had done my job and sometimes kids 
need to do the course again when they are more mature." 
39 
Mary found that" other people were helpful too like ... and ... but they weren't in 
my department. And other people too." She specifically mentioned the principal. "We 
had regular meetings, which I thought was really good because a lot of principals would 
want to do it but never fmd the time. He recognized the fact that he was in an 
administrative position and I'm glad that he did because he understood that there were 
some things that I wouldn't want to say even though I was trying to be honest. But it was 
helpful and I felt that it was good to talk to him." 
Mary had many questions around routines and procedures. "They handed me a 
bell schedule and a block rotation but there was no detailed description about procedures. 
We have a special attendance policy for seniors- a new teacher would have to know that-
but there is no time to brief a new teacher on that sort of thing ... just the little nit-picky 
stuff." 
Mary found the secretaries to be a useful source of information. "The secretaries 
were super helpful .... because it was just a maze in the office I was always asking for 
help." A group of teachers in the school had talked about having a kit prepared for new 
teachers "for things like how to use the photocopier or what are the library procedures. I 
didn't know any of that. I didn't know when you could send a class to the library." 
Mary was able to get the information she needed. "I'm really outgoing so I just go 
up to people and say 'How do you do this? Show me.' But some people aren' t like that.'' 
She did admit that she tried to ask several different people questions because she thought, 
"Oh no, I bugged this person already this week." 
Mary had questions about the organizational structure of the profession. " I didn't 
know things like the difference between an NIday and a Pro-D day. I remember thinking 
I should know this. Maybe I'm a bad teacher. But it is not stuff they tell you." She felt 
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foolish. "I was trying to ask the right teachers these kinds of things so I didn't feel 
stupid." 
She didn't think finding resources was a problem most of the time. "The 
resources for the Essentials courses were already all set out but there wasn't much for 
Grade 8s. Other teachers were willing to share. . .. (her mentor) has been a huge source 
for that too but I usually try to create from .. . 's stuff and make my own type of thing out 
of it so it works for me. And I created my own tests. The kids are used to my wording 
and handwriting." She thought that it was getting easier to find resources "now that I 
know where to look I can find lots of things." 
Mary sometimes got unsolicited advice. She said a few people said things like, " 
You should mark it like this," even when she didn' t ask. They were anxious to tell her 
what should be a half mark and what should be one mark. Mary said, "My response was 
to say, 'OK. Thanks a lot' and then do it my own way because it was easier than 
arguing." 
Mary found the workload very heavy in her first assignment. "When I first started 
out, I definitely didn' t have a life. My poor husband. I was always marking and thinking 
the students did this work so they should get credit for it. Now I sometimes just do a 
homework check rather than collecting it and marking every question. I started setting 
boundaries for myself." 
She struggled with how to deal with late or missing work. " I struggle because 
every class is different. I have Grade 8s clean out their binders and then I get lots of 
assignments. They are just not organized yet. When Grade 11 s I expect more. When 
they hand things in late I take off marks. And there are always extraneous circumstances. 
Like some kid has a major crisis so then I try to be fair. There is more to life than their 
Math class. But I expect them to come and see me." 
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Mary admitted that she still had some classroom management problems this year. 
"Yeah. Every once in a while I have a bad class but nothing like last year. This year I 
have one group of Grade 8s and it just seems that all the boisterous Grade 8s got in that 
one class. It is so hard to keep them away from each other because they will talk to 
anybody so it didn't matter where you moved them. There were no extra desks. I talked 
to ... about that class too." She said, "I sometimes wonder if I am too lenient or too strict, 
maybe I will always wonder." 
Another management problem that Mary mentioned was learning how to deal with 
more difficult students. She said, " You have to deal with some kids so differently. They 
are not in school for the same reasons as the kids in the Honours Classes. It's two 
different worlds. You need to find out what is important to them and connect with them 
in some way. I try to find out a little something about each of them to show that I am 
interested in them. But sometimes they just won't do any work or don't behave like you 
want them to." 
Mary taught in the next classroom to a very helpful experienced teacher. This 
woman became an informal mentor to Mary and helped to break down the isolation many 
beginning teachers experience. She found it helpful to vent to her mentor when things 
were not going well. However, she felt that the main benefit she gained from talking to 
her mentor was a sense of perspective. " She helped me to realize that it's not the end of 
the world if I have a bad day. Life will go on and the same group of kids who make you 
want to tear your hair out today could be angels tomorrow. She helped me gain that 
perspective, to take a deep breath and just keep going." 
Although this support was helpful, Mary would also have liked the opportunity to 
observe other teachers. "I think observing other teachers is invaluable ... You can see 
what fits with your style and mix and match things to do in your classroom. You learn a 
lot from watching other people and from taking suggestions. Because you need to 
always, constantly keep learning to be a good teacher ... We talked about doing this but 
there was no time. I would love the chance to spend some time in other classrooms." 
She thought that a formal mentoring program would be a great idea but was concerned 
that it may be too onerous. "People may not volunteer if they think it will mean a lot of 
extra work and time ... teachers are already so busy." When I mentioned that some 
mentoring programs have release time for mentors and beginning teachers in order to 
observe and discuss classes she was enthusiastic. She said, "Wow, that would be great. 
Sign me up." 
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Appendix C 
Approaches To Support and Development 
For Beginning Teachers from the Ontario Institute in 
For Studies in Education 
Orientation 
Resources 
Classroom Environment 
Professional Identity 
Emotional Support 
Classroom Management 
Scheduling and Planning 
Instructional Information 
Evaluating Students and 
Working with Parents 
Classroom Observation 
and Visitation 
Joint Work and 
Reflective Practice 
Professional Development 
Giving information related to procedures, 
guidelines, and expectations of the school and 
school board. 
Collecting, providing, and making available 
materials or other resources. 
Helping to define and organize classroom space. 
Providing encouragement to engage in self-
exploration of values, beliefs and goals to establish 
themselves as professionals. 
Offering ongoing support and emotional 
encouragement, especially during more stressful 
times. 
Giving guidance and ideas related to discipline. 
group dynamics, and student differences. 
Offering information about, and assistance with, 
short and long range planning. 
Advising and helping with technical and 
pedagogical aspects, and with curricular activities. 
Giving ideas or help related to reporting, 
conferencing and working with parents. 
Providing opportunities for teachers to observe and 
visit other classes within and outside the school. 
Providing time and opportunities for teachers to 
engage in joint work and participate in reflective 
activities. 
Encouraging and supporting ongoing self-
assessment, career planning, and lifelong learning. 
